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ABSTRACT 
This study examined attitudes and motivation of second 
language learners in Kuwait. A self-report questionnaire was 
adapted from Gardner's (1985) Attitude and Motivation Test 
Battery and translated into Arabic, the participants' first 
language. Several methods were used in dealing with the data 
collected: descriptive statistics, correlation, and t-test. 
Scores on each measure were used as separate variables to 
examine the relationship between any two variables (nine 
hypotheses). The findings were consistent with those of the 
other researchers': there are significant correlations between 
affective variables (attitudes and motivation) and learning a 
second language. Also, a significant level of English class 
anxiety was revealed upon which future investigations were 
recommended. Pedagogical implications were proposed in an 
effort to enhance the learners' interest in learning a second 
language in Kuwait. 
1 
CHAPTER 1 : INTRODUCTION 
The English as a foreign/second language (EFL/ESL) 
education in the Middle East has witnessed many changes in 
recent years. Of course, its implementation in public schools 
is not new to the region. Historically, most Middle Eastern 
countries were under French/British administration long before 
they gained independence. Evidently, this factor has 
contributed to the region's exposure to a second language (L2). 
In fact, some Middle Easterners tend to use code-switching 
among themselves, such as Franco/Anglo-Arab. Politics and 
international businesses have compelled the people in the 
Middle East to use foreign languages to communicate with the 
rest of the world and to conduct their business. Foreign 
language has always been part of the education system in the 
Middle East, though not in today's well-established form of 
EFL/ESL education. The latter has been introduced for quite 
some time now, and at an early age too. Some Middle Eastern 
countries tend to start EFL/ESL education as early as 
kindergarten, while others choose to introduce it at a later 
stage: intermediate level/5th grade. Political, social, and 
economic factors play a major role in promoting a second 
language in public schools. Besides giving the students the 
option of pursuing their college education abroad, knowing a 
---- ----~--------
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second (sometimes third) language is perceived as having an 
elite status that tends to associate the speakers with scholars 
or the "educated." 
The prob1em. In spite of the fact that foreign language 
education has always been an integral part of the educational 
system in the Middle East, an interesting phenomenon seemed to 
have emerged among Saudi students at IEOP, International 
English Program Orientation, in Ames, Iowa (1996) that 
distinguished them from other ESL students: a difficulty in 
achieving scores above 500 on the TOEFL (the Test of English as 
a Foreign Language) even after several semesters in an 
intensive English program. This raises several important 
questions: 
1) Is this an actual phenomenon among Arab students? 
2) Is this situation unique to one institution, or is it a 
common pattern? 
3) If it is a widespread phenomenon, what factors could 
account for it? 
4) Has this phenomenon been investigated and reported in the 
ESL literature? 
5) What remedies might be effective? 
Linguistic background. An important distinction needs to 
be made here regarding Arab students of different regions. 
Arabic is the official language of all Middle Eastern countries 
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except Afghanistan, Iran, Israel and Turkey. Arabic is spoken 
by about 200 million people in over twenty different countries, 
from Morocco in the west to Iraq in the east, and as far south 
as Somalia and the Sudan. As the language of the Qur'an, 
Classic Arabic is taught in all schools in the Arab world but 
is only spoken on very formal occasions; for example, when 
someone is making an official speech. Hence, it is mainly used 
for literary purposes. However, local dialects (Lebanese 
Arabic, Egyptian Arabic, Kuwaiti Arabic, etc.) are used for all 
everyday communication, at work and in the home. While some of 
those dialects are intelligible to one another, some are not. 
English, on the other hand, is widely spoken in the area, as, 
to a lesser extent, is French (spoken mainly in Algeria, Egypt, 
Lebanon, Morocco, Syria, and Tunisia.) 
According to the Educational Testing Service/ETS (1997), 
speakers of Arabic score an average of 507 on the TOEFL. 
However, when scores are classified by geographic region and 
native country, results vary. Table 1 shows that five of the 
six Gulf Cooperative Council (GCC) countries have the lowest 
scores among the majority of the Arabic speaking countries; 
their mean score is 487. Why is it that the L2 learners in the 
GCC countries have difficulty attaining better TOEFL scores? Is 
it the education system? Is it the attitude toward learning the 
language? Is it because of a lack of motivation? Is the 
attitude culturally induced? If so, how and why? 
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Table 1 - Middle East/North Africa TOEFL total score means 
Country 
Lebanon 
Syria 
Iraq 
Egypt 
Bahrain* 
Tunisia 
Jordan 
Algeria 
Sudan 
Morocco 
Oman* 
United Arab Emirates/UAE* 
Yemen 
Libya 
Qatar* 
Saudi Arabia* 
Kuwait* 
No. of 
Examinees 
7,388 
1 , 714 
677 
5,081 
497 
348 
4,251 
502 
631 
2,285 
487 
1,498 
398 
808 
284 
4,705 
4, 011 
Source: The ETS "TOEFL" test and data summary (1996-97) 
The mean score for the GCC* countries is 487. 
Score 
Mean 
540 
528 
525 
523 
522 
522 
514 
513 
510 
509 
496 
488 
487 
481 
481 
475 
460 
The focus. Having Arabic as a first language (L1) does 
not necessarily pose difficulty in achieving better scores 
(Table 1), at least not directly. Establishing a regional link 
among the GCC countries for having difficulty in second 
language proficiency, however, has narrowed search to examining 
other nonlinguistic factors contributing to differential 
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success among L2 learners in that region, such as socio-
political, educational, or socio-psychological factors. In this 
study, exploring the latter seemed to be a worthwhile factor 
to examine first, since "affective variables play an important 
role in learning generally, and language learning specifically" 
(Oller & Perkins, 1978, p. 95). Considering the social context 
within which the L2 learning takes place is also crucial. As 
Gardner (1985) points out, "second language acquisition is an 
important social phenomenon and one that can have profound 
influences on both individual students and the communities from 
which they come" (p. 176). Thus, the purpose of this paper is 
to examine the social and psychological variables of second 
language study in the formal language learning context of one 
GCC country, Kuwait. The focus will be on variables that have 
social and psychological overtones, such as attitudes and 
motivation. Hence, the research question is, What are the 
attitudes and motivation of second language learners in Kuwait? 
Historical background. Kuwait gained its independence 
from the United Kingdom in 1961. According to the Information 
Office at Kuwait Embassy in the U.S., Kuwait has been dedicated 
to free education for all since the opening of Mubarakiya, the 
first formal school in the country, in 1911. Prior to the 
discovery of oil, education was limited to what is known as the 
"kuttab" schools, whose curriculum consisted of the teachings 
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of the Qur'an, along with some basic instruction in reading, 
writing, and arithmetic. The first school to teach English, 
however, was established by an American missionary in 1917 but 
was soon shut down by the citizens for fear of promoting 
Christianity. In 1921, Ahmadiya, the second formal school 
opened and English as a foreign language was introduced at the 
intermediate level/fifth grade (Abdulla, 1973). 
Up until 1990, Kuwaitis enjoyed the benefits of a first-
rate education system. The Iraqi invasion and occupation in 
1990 has resulted in the collapse of the educational system. 
However, Kuwait was able to rebuild and reconstruct its 
infrastructure with the help and cooperation of many experts in 
the field and was ready to take on yet another step in keeping 
up with the developing need for foreign languages. In 1993, EFL 
was introduced at the elementary level/first Grade. 
Re1evant 1inks. Different reasons for learning a second 
language might be related to achievement in the L2 to the 
extent that these reasons reflect differences in motivation: a 
construct made up of certain attitudes. One type of motivation 
that could be influential is called integrative motive. While 
interpretation of the latter is still subject to debate, about 
whether "to travel abroad" is classified as integrative or 
instrumental, "considerable research has supported the 
generalization that achievement in L2 is facilitated by an 
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integrative motive" (Gardner, 1985, p.62). For the purpose of 
this study, Brown's (1994) definitions of motivation were 
adopted: 
Instrumental motivation refers to motivation to 
acquire a language as a means for attaining 
instrumental goals: furthering a career, reading 
technical material, translation, and so forth. An 
integrative motive is employed when learners wish 
to integrate themselves within the culture of the 
second language group, to identify themselves with 
and become a part of that society. (p. 153) 
Why are these two factors important? Why should they be 
examined? It has been established (Table 1) that difficulty in 
achieving scores above 500 on the TOEFL is a real phenomenon 
common among some, but not all, Arab students. This finding 
deserves further investigation, especially, since the subjects 
of this study, the Kuwaitis, have not been examined closely by 
researchers. To the best of my knowledge, research 
investigating attitudes and motivation of second language 
learners has been confined to EFL/ESL students in Western 
regions and the Far East. 
The present study. Through the data collected in this 
study, attitudes and motivation of second language learners 
in Kuwait are examined. The specific hypotheses tested are the 
following: 
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1 . Students with positive attitudes toward English speakers 
have positive attitudes toward learning English simply 
because they tend to have a vested interest in the 
process. 
2. Students' instrumental orientation will be stronger than 
their integrative one because second language learning in 
Kuwait is usually needed to meet a requirement for college 
or for a job position. 
3. Positive attitudes toward learning English are more closely 
related to integrative orientation than to instrumental 
since L2 learning requires the learner's active involvement 
in the process. 
4. Students with negative attitudes toward learning English 
have parents with negative attitudes toward learning English 
simply because parents tend to play an important role in the 
second language learning situation. As Gardner (1985) points 
out, "they present their children with a vast array of 
messages about the importance of language study, their 
expectations concerning performance, and their own feelings 
about the other language community" (p. 122). 
5. Students with positive attitudes toward learning English 
have high overall use of and exposure to English since they 
tend to utilize it to meet their own needs rather than just 
to fulfill a requirement. 
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6. Students with low interest in foreign languages have high 
English class anxiety; especially since the individual who 
perceives learning a second language as an uncomfortable 
situation is assumed to experience class anxiety. 
7. Females have more positive attitudes toward learning English 
than males. Considerable research supports the 
generalization that girls tend to demonstrate significantly 
more positive attitudes toward learning a second language 
than do boys. 
8. Students in first year college in Kuwait have more positive 
attitudes toward learning English than students in Grade 12. 
Unlike Grade 12, students in college use second language in 
other subject areas such as science and math. 
9. Students in the Science or Language disciplines in Kuwait 
have more positive attitudes toward learning English than 
students in other literary disciplines (such as education or 
law) simply because instruction in the latter areas is 
exclusively given in Arabic while the former disciplines 
involve bilingual education. 
The findings from a study of this nature could be quite 
insightful to teachers in ESL programs. For example, in the 
case of English class anxiety, teachers could work with the 
students toward a better understanding for the factors that may 
be hindering their potentials to learn a second language. 
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Needless to say, this could also benefit the school 
administrators and EFL teachers in Kuwait and other GCC 
countries (Bahrain, Oman, Qatar, UAE, and Saudi Arabia). 
The remainder of this thesis will contain relevant 
literature pertaining the research questions posed and a 
detailed description of the methods used (in this study) to 
examine such questions. A descriptive report on the findings 
will be included followed by a thorough analysis. Conclusions 
and future implications will bring the present study to 
closure, for the time being. In my view, no study is conclusive 
or final. As a matter of fact, another goal for this study is 
to inspire other researchers to replicate it and to examine its 
potentials for insightful contributions to the field of second 
language learning in the GCC countries. 
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CHAPTER 2: LITERATURE REVIEW 
"One of the most obvious potential explanations for the 
comparative lack of success of second language learners is that 
SL learners begin acquiring the language at a later age than do 
first language learners" (Larsen-Freeman & Long, 1994, p. 153). 
However, many other factors have been posed as potential 
explanations for differential success among second language 
learners: sex, language aptitude, socio-psychological factors, 
personality factors, learning styles, cognitive style, language 
learning strategies, hemisphere specialization, etc. The socio-
psychological factors will be the focus of this review due to 
their direct relevance to the research question: What are the 
attitudes and motivation of second language learners in Kuwait? 
As Ellis (1995) points out, "Learner attitudes have an impact 
on the level of L2 proficiency achieved by individual learners 
and are themselves influenced by this success" (p. 198). 
This chapter will introduce the theories relevant to the 
research question, hence, theories which consider the social 
and psychological variables of second language learning in the 
classroom. A brief review for investigations that are germane 
to the present study will follow. Finally, a discussion of the 
methods employed to measure the variables in question will be 
presented. 
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Theories. Theories concerned with understanding 
individual differences in second language acquisition have two 
different perspectives: the linguistic and the social. Both are 
important; however, the latter considers the social and 
psychological variables that have an important impact on second 
language acquisition (this study's focus). As Gardner (1985) 
notes, "Regardless of whether or not students have any desire 
to integrate with the other group, they nonetheless are forced 
with having to cope with material characteristic of another 
cultural community. Emotional adjustments are involved, and 
these are socially based" (p. 125). 
Three important theoretical models of second language 
acquisition have sought to account for the role of social 
factors: Schumann's Acculturation Model, Giles and Byrne's 
Inter-group Model, and Gardner's Socio-educational Model. The 
first two models are concerned with L2 learning in natural/ 
informal settings. Meanwhile, the socio-educational model is 
concerned in the process of SLA among students registered in 
formal language courses (classroom setting). Therefore, it is 
the most relevant to the subjects in this paper. According to 
Oller (1981), this model has undergone more empirical studies 
than any other in the published literature, and it is an 
explicit attempt to explain the relationship of affective 
factors to classroom second language learning. Gardner (1983) 
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considers four distinct components of second language learning: 
the social milieu in which language learning takes place, 
individual difference variables, language acquisition contexts 
and outcomes. It is hypothesized that the cultural beliefs 
within the social milieu could influence the development of two 
sets of attitudinal variables relevant to SLA: integrativeness, 
and attitudes toward the learning situation. These two 
attitudes are further believed to influence motivation. Hence, 
the composite of all three variables is referred to as an 
integrative motive. It is emphasized, however, that motivation 
in this context is comprised of three components: effort, 
desire, and positive affect toward achieving the goal, which 
form the notion of the motivated individual (Figure 1). 
r----------------------1 
1
.------+:-IJ lntegrativeness 1 
I I 
Cultural 1 Motivation 
1 
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beliefs ! Attitudes .Y< context 
1 1 towards the f 1 
'------+:-t learning :~a~~~ 
I situation t 
L ___ --------------- contex 
I 
Formal 
Language 1 ~-----aptitude 
Linguistic 
~outcomes 
Non-
- linguistic 
outcomes 
Figure 1. Schematic Representation of Gardner's (1979) Model 
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According to Au (1988), Gardner's model "has been one of 
the most long-standing theories of L2 learning. For the past 25 
years, it has generated a substantial number of studies in 
various parts of the world" (p. 75). Nevertheless, Au provides 
a highly critical appraisal of the model (Table 2). It is only 
fair to say though, Au's analysis of the model lacks Gardner's 
(1985) comprehensive and detailed evaluation of the theory. One 
cannot ignore, however, the value of such a charged critique in 
Table 2 _ Analysis and evaluation summary of Gardner • s model 
Analysis 
1. The integrative motive hypothesis: 
integrative motive is positively 
related to L2 achievement. 
2. The cultural belief hypothesis: 
cultural beliefs within a particular 
milieu could influence the development of 
the integrative motive to the extent to 
which the integrative motive relates to 
L2 achievement. 
3. The active learner hypothesis: 
integratively motivated L2 learners 
achieve high L2 proficiency because they 
are active learners. 
4. The causality hypothesis: integrative 
motive usually affects L2 achievement. 
5. The two-process hypothesis: 
linguistic aptitude and integrative 
motive constitute two independent factors 
affecting L2 achievement. 
(based on Au, 1988) 
Evaluation 
found to lack generality. 
The notion of integrative 
motive as a unitary concept 
was not supported by the 
empirical evidence. 
insufficient definition of 
what constitutes a cultural 
belief. 
level of L2 proficiency has 
never been controlled. The 
question of cause & effect 
has not been addressed. 
Other researchers proposed 
that achievement is the cause 
rather than the effect of 
attitude. 
conflicting evidence exists: 
sometimes a relation exists 
and other times it does not. 
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highlighting some important issues. Gardner (1988) argues that 
the model was never intended to explain all, or even most, of 
the variance in L2 learning. "It was intended simply as a 
useful heuristic that could explain existing data, suggest 
possible processes that might be operating in L2 learning, and 
indicate future directions for research" (p. 102). 
Gardner's model is praised for its strength in explaining 
"how setting is related to proficiency--one of the primary 
goals of any social theory of SLA--by positing a series of 
intervening variables (attitudes, motivation, self-confidence) 
and by trying to plot how these are interrelated and how they 
affect learning" (Ellis, 1995, p. 238). Thus, the model 
provides the most current detailed account of how social 
factors influence proficiency. It is criticized, however, for 
not considering the social aspects of variability in learner 
language; hence, the model cannot explain "why learners develop 
the way they do" (Ellis, 1995, p. 238). 
A different view of research into motivation in mainstream 
education was presented. Crookes and Schmidt (1991) believe 
that the dominance of the social-psychological approach has 
lead to the failure to distinguish between concepts of 
attitude, especially attitude toward the target language 
culture and motivation. In their view, "much of the work on 
motivation in SL learning has not dealt with motivation at 
------- --------- ----
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all;" instead, the authors offer a definition of motivation "in 
terms of choice, engagement, and persistence, as determined by 
interest, relevance, expectancy, and outcomes" (p. 502). 
Investigations. Two attitude variables which have received 
considerable investigation are attitudes toward learning a 
second language and attitudes toward the second language 
community. Research on the latter has had various results. 
Spolsky (1969) claimed that, "One of the most important 
attitudinal factors is the attitude of the learner toward the 
language and its speakers" (p. 271). He investigated 
integrative motivation by developing an instrument that would 
compare a subject's attitude toward speakers of his/her native 
language with his attitude toward speakers of a foreign 
language in which he/she was already proficient. His study has 
reaffirmed the notion that attitudes are one of the important 
factors in explaining the degree of proficiency a student 
achieves in learning a second language. He notes, "His (the 
student's) attitude to speakers of the language will have a 
great effect on how well he learns. A person learns a language 
better when he wants to be a member of the group speaking that 
language" (p. 281) Eventually, this technique came to be known 
as Spolsky's Identity Scale. 
Gardner and Smythe (1979) formulated a large pool of items 
to investigate the relationships among a series of 24 
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attitudinal/motivational variables to achievement in French in 
an intensive French language program in Northern Quebec, 
Canada. The effects of the program on attitudes, motivation, 
and French proficiency were assessed as well. The results 
reflected a relation between an attitudinal/ motivational 
factors (integrative motive) and French oral proficiency. 
Though an integrative motive was obtained in both samples, of 
eighty nine Canadians and sixty five Americans, the latter did 
not report satisfaction with the program. The American students 
demonstrated an increased desire to learn French but a 
decreased appreciation of the target language community, thus, 
reflecting the "strong role played by the individual's socio-
cultural context in influencing both the effects of 
attitudinal/motivational characteristics on second language 
learning, and the effects of such learning on these 
characteristics" (p. 319). 
Attitudes toward learning a second language were examined 
by comparing them to attitudes toward other school subjects. 
According to Gardner (1985), "Other courses such as 
mathematics, history, and geography all involve aspects of the 
student's own culture, or at least perspectives of his or her 
own culture" (p. 7). In Gardner's view, learning a second 
language involves more than learning the linguistic code. The 
latter is an integral part of another culture. 
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Another study conducted by Pierce (1995), using data 
collected from diaries, questionnaires, interviews, and home 
visits, illustrated "how and under what conditions the 
immigrant women ... created, responded to, and sometimes 
resisted opportunities to speak English" (p. 9). She conducted 
a longitudinal case study with five students: a Vietnamese 
woman, a Czechoslovakian woman, two Polish women, and a 
Peruvian woman. Pierce argues that the concepts of motivation 
as known in SLA do not capture the complex relationships among 
relations of power, identity, and language learning. Instead, 
she argues, "the conception of investment rather than 
motivation more accurately signals the socially and 
historically constructed relationship of the women to the 
target language and their sometimes ambivalent desire to learn 
and practice it" (p. 17). Despite the fact that all the 
participants in her study were highly motivated to learn 
English, there were particular social conditions under which 
those women were most uncomfortable and unlikely to speak. For 
example, while one woman resisted speaking in front of 
strangers because she did not want to be identified as an 
immigrant, another woman chose to use English to defy social 
segregation by claiming "the right to speak". Hence, the author 
argues for an understanding of the learners' investments in the 
target language, "investments that are closely connected to the 
1 9 
ongoing production of a language learner's social identity" (p. 
20) • 
Methodology. Correlational procedures are often used in 
studying the relationship of many attitudinal and motivational 
measures to achievement in a second language. According to 
Seliger and Shohamy (1995), these procedures are concerned with 
relationships between variables (predictors) and their 
contribution to the dependent variable (the predicted) . This is 
a research-then-theory approach because in theory-based 
research hypothesis is posed first. Then data is collected and 
statistically analyzed to identify various factors (such as 
attitudes and motivation) which contribute to the outcome (for 
instance, differential success in second language learning). 
Direct and indirect methods were used to measure 
attitudes. The indirect method is frequently used with children 
since direct questions concerning attitudes may not reveal 
their attitudes. Indirect methods are also used with adults to 
avoid subjectivity of responses. The two main indirect methods 
used are Spo~sky's Identity Sca~es (1969) and the Matched Guise 
Technique (Lambert, Hodgson, Gardner, & Fillenbaum, 1960). The 
latter involves having bilinguals tape themselves reading aloud 
a zt minute long passage, read in two languages. Other learners 
then listen to the tape and provide judgments about the 
speakers without knowing that it is the same speaker, thus 
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revealing their attitudes toward the speakers of those 
languages. The other indirect method, Spolsky's Identity Scale 
consisted of four lists of thirty adjectives such as "busy," 
"stubborn," and "sincere." The participants were asked to 
reflect on how well each adjective described them, the way they 
would like to be, people whose native language was the same as 
theirs, and native speakers of the target language. This showed 
their attitudes toward native speakers of their own L1 language 
and toward native speakers of the target language (TL) . 
A direct measure of attitudes usually involves diaries, 
questionnaires, and interviews; however, Gardner's Attitude and 
Motivation Test Battery (AMTB) is the most frequently-used 
direct measure of attitudes: a self-reporting questionnaire 
consisting of a series of statements to which the learners 
responded on a five-point Likert scale (from "strongly agree" 
to "strongly disagree"). It is this measure that was chosen to 
be employed in this study to address the research questions. 
Table 3 shows a summary of the variables included in Gardner 
and Macintyre's (1991) composite measure to investigate the 
effects of integrative and instrumental motivation on second 
language learning. 
Fundamental questions about the reliability and validity 
of such measures have been raised. According to Oller and 
Perkins (1978), "the existing research on the effects of 
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Table 3. Attitude/Motivation Test Battery sample 
Variable 
Attitudes toward 
French Canadians 
Interest in 
Foreign Languages 
Desire to learn 
French 
French use 
anxiety 
Attitudes toward 
the learning 
situation 
Integrative 
orientation 
Instrumental 
orientation 
Attitudes toward 
learning French 
Questionnaire items 
5 positively-worded & 
5 negatively-worded 
items. 
5 items expressing a 
positive interest & 5 
a relative disinterest. 
3 positive and 3 
negative items. 
4 positive and 4 
negative items. 
4 items about French 
teachers in general & 
4 referring to French 
courses <! positive & 
t negative.) 
4 items expressing the 
importance of learning 
French for integrative 
reasons. 
4 items expressing the 
importance of learning 
French for instrumental 
reasons. 
3 positive and 3 
negative items. 
Examples 
If Canada should lose the French 
culture of Quebec, it would 
indeed be a great loss. 
I enjoy meeting and listening to 
people who speak other languages 
I wish I were fluent in French. 
When making a telephone call, I 
would get flustered if it were 
necessary to speak French. 
French courses offer excellent 
opportunity for students to 
broaden their cultural and 
linguistic horizons. 
Studying French can be important 
because it allows people to 
participate more freely in the 
activities of other cultural 
groups. 
Studying French can be important 
because it is useful for one's 
career. 
I would really like to learn 
French. 
(based on Gardner and Macintyre, 1991) 
affective variables generally depends on measures with 
questionable claims to validity" (p. 95). In their view, the 
"approval motive", "self-flattery", and "response set" are 
three extraneous sources of non-random variance. The authors 
argue that the human tendency to want to appear acceptable in 
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the eyes of others could "contaminate" sources of variance in 
affective measures; therefore, the measures (i.e. self-reported 
data) are assumed to be weak in validity. Gardner (1980), 
however, rejects such criticism on the grounds that it was 
never supported by empirical investigation. He argues, 
"Speculation is no substitute for empirical investigation. 
Postulating sources of variance is not equivalent to 
demonstrating their existence" (p. 236). In this study, few 
measures were taken to safeguard against such bias responses by 
designing the questionnaire carefully and including multiple 
measures of each attitude (for example, attitudes toward 
speakers of English versus attitudes toward the American 
people). 
The data presented in the following chapters will deal with 
nine specific questions: 
1) Do positive attitudes toward English speakers correlate 
positively and strongly with positive attitudes toward 
learning English? 
2) Is the mean score for instrumental orientation higher than 
that for integrative? 
3) Do positive attitudes toward learning English correlate 
higher with integrative orientation than with instrumental? 
4) Do students' negative attitudes toward learning English 
correlate strongly with negative parental attitudes toward 
learning English? 
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5) Do positive attitudes toward learning English correlate 
positively and strongly with high overall use and exposure 
to English? 
6) Does low interest in foreign languages correlate negatively 
and strongly with high English class anxiety? 
7) Do females have higher mean scores in attitudes toward 
learning English than males? 
8) Do students in first year college have higher mean scores in 
attitudes toward learning English than students in Grade 12? 
9) Do students in the Science or language disciplines have 
higher mean scores in attitudes toward learning English than 
students in literary disciplines (education or law)? 
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CHAPTER 3: METHOD 
The present study was designed to examine the relationship 
among different variables of learners' attitudes, interest, and 
desire regarding the learning of English as a foreign language 
in Kuwait. A self-report questionnaire (Appendix A) was adapted 
from Gardner's (1985) Attitude and Motivation Test Battery. The 
questionnaire was translated into Arabic (Appendix B) , the 
participants' first language. 
Materials. Ten measures/variables were examined which 
were comprised of 59 statements to which the learners responded 
on a four-point scale (from "strongly agree" to "strongly 
disagree"): 
A) Attitudes toward English speakers. This measure consisted of 
five positively-worded statements reflecting the learners' 
attitudes towards the people of the target language, in 
general. This was meant to include all speakers of English 
(i.e. British, American, etc.) A high score (15 maximum) 
would indicate an overall positive attitude toward English 
speakers. 
B) Interest in foreign languages. This scale referred to the 
overall interest in foreign languages, with no indication of 
a specific language nor a specific setting (natural/ 
educational) . It had five positively-worded statements and 
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a high score (15 maximum) would reflect a positive attitude 
toward other languages and their cultures in general. 
C) Attitudes toward the American people. This measure is more 
specific and tends to examine direct attitudes toward a 
particular culture, the American people. The eight positive 
statements were carefully tailored to reflect the learners' 
attitudes toward the people of this culture. A high score 
(24 maximum) would reflect a good rapport with the American 
people and their culture. 
D) Attitudes toward learning English. This measure represents 
the thrust of this quest to examine the learners' attitudes 
towards learning the target language (TL) . This measure 
consisted of a combination of three positively-worded 
statements and two negative ones. In scoring the negative 
statements, three points were given for "strongly disagree" 
and zero points for "strongly agree". A high score (15 
maximum) would indicate a positive attitude toward the TL 
and a high interest learning English. 
E) Integrative orientation. A high score (maximum 15) on this 
scale indicates "an interest in learning the language in 
order to meet and communicate with members of the second 
language community" (Gardner & Smythe, 1977, p. 244). 
F) Instrumental orientation. A high score (maximum 15) on 
this scale would "refer to those reasons which stress the 
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pragmatic aspects of learning the second language, without 
any particular interest in communicating with the second 
language community" (Gardner & Smythe, 1977, p. 244). 
G) English class anxiety. This scale of five negatively-worded 
statements would reflect feelings of discomfort or anxiety 
associated with speaking the target language or 
participating in the English class. Unlike the other scales, 
a high score (maximum 15) would indicate high anxiety which 
is hypothesized to impact students' performance or hinder 
their participation in class. 
H) Parental attitudes toward learning English. This factor had 
five positively-worded statements and a high score here 
(maximum 15) would reflect positive parental attitudes 
toward learning the English language, which may or may not 
impact the learners' attitudes toward learning the TL. 
I) Overall use and exposure to English. This measure consisted 
of eight positive statements. A high score (maximum 24) 
would indicate a reasonable amount of exposure due to 
personal interest in the English language driven by learner 
choice. 
J) Attitudes toward NNS English teachers. This included eight 
positive statements. A high score (maximum 24) would reflect 
the learners' positive attitudes toward their teachers who 
are nonnative speakers (NNS) of English. 
-----------·- --
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Subjects. The questionnaire was administered in Kuwait, 
during the summer of 1997. All participants (N=300) were 
Kuwaiti students who were enrolled in Kuwait's public schools. 
Arabic is their first language and English was introduced to 
them as a foreign language at the intermediate level/Grade 5. 
Subjects were either in Grade 12 (28%) or in first year college 
(72%). The latter group was comprised of students from 
different disciplines at Kuwait University: Science 
(Administrative Science, Engineering & Science) 24%, Languages 
(English & French) 28% and literary disciplines (Education & 
Law) 20%. 
Table 4 reflects the gender of the respondents: females 
(63%) and males (37%) . This imbalance is due to the fact that 
more, but not all, Kuwaiti women would seek college education 
in Kuwait rather than overseas, either as a result of being 
married or because of family upbringing that restricts their 
education abroad. Men, on the other hand, have the option of 
studying abroad. This study was also conducted during the 
summer, which could have been a factor in limiting the sample 
of participants. Table 4 also reflects the academic disciplines 
of the participants: Science (24%), Languages (28%), and 
Literary (20%). The remaining 28% of respondents came from 
Grade 12. The latter group consisted of a diverse composite of 
the five school districts in Kuwait. 
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Table 4. Demographics of study sample (N=300) 
Males Females Total 
Discipline n % n % N % 
Grade 12 43 51 42 49 85 28 
Science:-----------------------------------------24 
Ad. Science 
Engineering 
Science 
8 
1 7 
61 
41 
1 9 
5 
24 
39 
59 
1 9 
13 
41 
Languages:---------------------------------------28 
English 
French 
6 
20 
1 3 
51 
39 
19 
87 
49 
45 
39 
Literary:----------------------------------------20 
Education 8 21 31 79 39 
Law 9 47 1 0 53 19 
Total 1 1 1 37 189 63 300 
Procedure. During a pilot study conducted earlier in 
Kuwait, in May 1997, the subheadings on the questionnaire 
proved to be confusing to students; therefore, they were 
eliminated from the final questionnaire. The students were 
given 30 minutes to complete the task. They were asked to check 
(/) the column for the degree that reflects their own feelings 
most, based on their own experiences with the target language. 
They were assured that there was no right or wrong answer since 
they were entitled to their own opinions. They were asked to 
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give their "first impulse" answers; however, they were made 
aware of importance of their input to help others better 
understand their attitudes toward learning a second language. 
In dealing with the data collected, several methods were 
used: descriptive statistics, correlations, and "t-test." The 
data were entered manually into the Excel spreadsheet program 
and the percentage of students choosing each item in each scale 
was computed. The mean score for each scale was calculated and 
then used to find the standard deviations. The mathematical 
operations were performed automatically by entering specific 
formulas designed for such purpose as specified by Brown 
(1996). 
The correlation coefficient (r) was computed to examine 
the extent of the relationship between the variables and 
whether or not it was statistically significant. To be able to 
interpret the degree of its shared variance, the coefficient 
was squared (r 2 ). A t-test was performed to determine the 
probabilities that the difference in mean scores was due to 
chance, thus, reflecting the statistical significance of the 
differences between the groups in question. A detailed account 
of the above calculations will be presented in the next 
chapter. 
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CHAPTER 4: FINDINGS 
The collected data on the ten measures/variables were 
totalled and the percentage of students choosing each statement 
(total 59) in each scale (A-J) was computed. The responses 
revealed high positive attitudes toward the target language and 
its speakers. Table 5 reflects the percentages on a two-point 
scale (Agree vs. Disagree): 
Table 5. Results of survey in percentages (N=300) 
Variable Agree* 
A) Attitudes toward English speakers 87 
B) Interest in foreign languages 92 
C) Attitudes toward the American people 68 
D) Attitudes toward learning English 81 
E) Integrative orientation 87 
F) Instrumental orientation 81 
G) English class anxiety 61 
H) Parental attitudes toward learning English 61 
I) Overall use and exposure to English 59 
J) Attitudes toward NNS English teachers 79 
Disagree* 
1 3 
8 
32 
19 
13 
19 
39 
39 
41 
21 
* Agree is the total for strongly agree and agree responses in the survey. 
Disagree is the total for disagree and strongly disagree responses in survey. 
The measure of attitudes toward learning English (scale D) 
was treated uniquely due to the combining of three positive and 
two negative items. The scores were reversed in the two 
negative items where "strongly disagree" was assigned a value 
----------- ~~- ~----~--
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of three points and "strongly agree" was given a zero value. 
The results reflected high positive attitudes toward learning 
English (81%). Interestingly, the positive attitudes toward the 
target language and its community did not safeguard the 
learners from having English class anxiety (scale G) . Responses 
to the latter reflected a high level of anxiety (61%) toward 
speaking English and participating in class. Table 6 displays a 
detailed account of the survey responses. 
Table 6. Results of survey in percentages (N=300) 
Variable 
A) Attitudes toward English speakers 
B) Interest in foreign languages 
C) Attitudes toward the American people 
D) Attitudes toward learning English (3+ve)* 
(2-ve)* 
E) Integrative orientation 
F) Instrumental orientation 
G) English class anxiety (all -ve) 
H) Parental attitudes toward learning English 
I) Overall use and exposure to English 
J) Attitudes toward NNS English teachers 
SA A 
46 41 
67 25 
22 46 
59 30 
9 18 
56 31 
52 29 
25 36 
35 26 
26 33 
46 33 
D 
1 0 
5 
21 
7 
31 
9 
1 3 
24 
24 
23 
1 2 
SA = strongly agree, A = agree, D = disagree, and SD = strongly disagree. 
* +ve = positive statements , -ve = negative statements 
Descriptive statistics. Two aspects of group behavior 
were considered here, the mean scores and the standard 
SD 
3 
3 
1 1 
4 
42 
4 
6 
1 5 
15 
1 8 
9 
deviations for each variable. The mean score is the sum of all 
the survey scores divided by the total number of surveys used 
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(N=300) . The standard deviation is a "sort of average of the 
differences of all scores from the mean" (Brown, 1996, p. 107). 
Table 7 displays a summary of the findings along these lines. 
Interestingly, while mean scores reflected 77% positive 
attitudes toward English speakers, only 60% of the same 
subjects had positive attitudes toward the American people (a 
17% decline). Furthermore, while interest in foreign languages 
reflected a mean score of 85%, positive attitudes toward 
learning English reflected only 76% (a 9% drop). The mean 
scores of integrative and instrumental orientations reflected 
80% and 75% respectively. Again, although the subjects in this 
survey showed a high interest in foreign languages (85%), the 
mean scores reflected a high English class anxiety (56%). A 
Table 7. Means and standard deviations of survey (N=300) 
Variable 
A) Attitudes toward English speakers 
B) Interest in foreign languages 
C) Attitudes toward the American people 
D) Attitudes toward learning English 
E) Integrative orientation 
F) Instrumental orientation 
G) English class anxiety 
H) Parents attitude toward English 
I) Overall use and exposure to English 
J) Attitudes toward NNS English teachers 
PP = possible points 
pp 
1 5 
1 5 
24 
1 5 
1 5 
1 5 
1 5 
1 5 
24 
24 
Mean 
11 . 51 
12.79 
14.29 
11 • 41 
11 . 96 
11 • 29 
8.42 
9.07 
13.28 
17.36 
S.D. 
2.43 
2.68 
5.08 
3.13 
3.01 
3.05 
3.87 
3.33 
5.06 
5.06 
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high mean score of positive parental attitudes toward English 
was revealed as 60%. Furthermore, 55% of the students had high 
overall use and exposure to English and 72% had positive 
attitudes toward their nonnative speaking (NNS) English 
teachers. 
Correlations. The correlation coefficient (r) reflects 
the relationship two variables might have (Hypotheses 1, 3, 4, 
5, and 6). To determine whether the correlation is 
statistically significant (i.e. the correlation did not occur 
by chance), the correlation coefficient (r) should be greater 
than the critical value, given the size of the sample. It is 
useful to know the statistical significance of a correlation; 
however, it does not imply anything about the strength of the 
relationship. To determine whether a coefficient indicates 
shared variance, the coefficient is squared (r 2 ). As Brown 
(1996) points out, ''this coefficient (r 2 ) tells you what 
proportion of the variance in the two sets of scores is common 
to both" (p.167). For example, in Table 8, a correlation of 
-0.72, when squared, yields .52, indicating that there is more 
than 50% shared variance between the two scores. A correlation 
of .59 squared gives .35, which shows that only about one-third 
of the variance is common to the two sets of scores. A 
correlation of .43 squared gives .18, indicating less than 20% 
of shared variance; and .21 squared is .04, yielding less than 
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1/5 of overlapping variance. In essence, this shared variance, 
though small, reflects statistically significant correlations 
that are worth exploring through future replication which might 
reflect even stronger correlations and larger shared variances. 
Table 8. Correlation coefficients and corresponding 
coefficients of determination (df=298, p<.001)) 
Variables/ Correlation Coefficient of Error 
Hypothesis # Coefficient Determination Variance 
r r• 
A+D/H1 0.43 0. 1 8 .82 
D+E/H3 0.59 0.35 .65 
D+H/H4 0.21 0.04 .96 
D+I/H5 0.39 0. 1 5 .85 
B+G/H6 -0.72 0.52 .48 
A+D = attitudes toward speakers of English vs. attitudes toward learning TL 
D+E = attitudes toward learning English vs. integrative orientation 
D+H attitudes toward learning English vs. parental attitudes toward TL 
D+I attitudes toward learning English vs. overall use and exposure to TL 
B+G = interest in foreign languages vs. English class anxiety 
The t-test. To reveal the extent to which differences 
found between two groups (Hypotheses 2, 7, 8, and 9) are due to 
chance, the t-test is performed by comparing the means of two 
groups and deciding whether the difference is statistically 
significant, given the size of the sample (N=300). However, 
according to C. Tsao, research assistant at Iowa State 
University (personal communication, October 2, 1997), since we 
are comparing two groups of 300 each, df=n1+n2-2=598. 
35 
Table 9. The t-values and probability values {df=598, p<.01) 
Variable/ 
Hypothesis # M1 S1 M2 S2 T PVAL 
Orientation/H2 11 . 96 3.01 11 . 29 3.05 2.71 0.007 
Gender/H7 11 . 29 3.05 11 . 49 3. 1 8 -0.79 0.432 
School year/H8 11 . 92 3.24 11 . 21 3.07 2.76 0.006 
Discipline I/H9 11 . 96 2.77 9.64 3.36 9.23 0.000 
Discipline II/H9 11.52 2.68 9.64 3.36 7.58 0.000 
M = mean score, S = standard deviation, T = t-value, PVAL probability value 
Orientation = integrative vs. instrumental 
Gender = males vs. females 
School year =Grade 12 vs. first year college 
Discipline I = Science vs. Literary 
Discipline II = Languages vs. Literary 
Table 9 shows the t-value (T) obtained and the probability 
value (PVAL) for each of the groups/variables compared. To 
check the t-values significance, any PVAL less than .01 is an 
indication of statistical significance. Hence, all the 
differences compared above are statistically significant 
(p<.01) except the second one/H7. A thorough discussion for the 
above findings will be carried out in the following chapter. 
36 
CHAPTER 5: DISCUSSION 
As you recall, the nine hypotheses posed triggered nine 
questions to be addressed (outlined earlier). Hence, to 
facilitate the discussion of the findings, the hypotheses are 
addressed with the questions they posed accordingly: 
1. Students with positive attitudes toward English speakers 
have positive attitudes toward learning English; hence, do 
positive attitudes toward English speakers (scale A) 
correlate positively and strongly with positive attitudes 
toward learning English (scale D)? 
This hypothesis was supported because the correlation was 
statistically significant (r=.43; p<.001); however, the 
correlation was not very strong. In fact, it simply 
indicated that there was a less than 20% (r 2 =.18) shared 
variance between the two scales. Hence, students with 
positive attitudes toward English speakers have positive 
attitudes toward learning English. 
2. Students' instrumental orientation will be stronger than 
their integrative; hence, is the mean score for the 
instrumental scale (F) higher than the mean score for the 
integrative (E)? 
This hypothesis was not supported because the mean score for 
the integrative scale was higher than that for the 
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instrumental. In fact, the t-test indicated that it was 
significantly higher (t=2.71; p<.01). In other words, the 
students' integrative orientation is significantly stronger 
than their instrumental. 
3. Positive attitudes toward learning English are related more 
to integrative orientation than to instrumental; hence, do 
positive attitudes toward learning English (scale D) 
correlate higher with the integrative scale (scale E) than 
with the instrumental (scale F)? 
This hypothesis was supported because the correlation was 
statistically significant (r=.59; p<.001). However, the 
correlation was not very strong because there was only 1/3 
(r 2 =.35) shared variance between attitudes toward learning 
English and integrative orientation. Hence, positive 
attitudes toward learning English are statistically related 
more to integrative orientation than to instrumental. 
4. Students with negative attitudes toward learning English 
have parents with negative attitudes toward learning 
English; hence, do students with negative attitudes toward 
learning English (scale D) correlate strongly with negative 
parental attitudes toward learning English (scale H)? 
This hypothesis was supported because the correlation was 
statistically significant (r=.21; p<.001). However, the 
correlation was very low because there was less than 1/5 
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(r 2 =.04) shared variance between the two scales. Therefore, 
students with negative attitudes toward learning English 
have parents with negative attitudes toward learning 
English. Of course, the parents' role could be reflected in 
at least two ways, passive or active. 
5. Students with positive attitudes toward learning English 
have high overall use and exposure to English; hence, do 
students with positive attitudes toward learning English 
(scale D) correlate positively and strongly with high 
overall use and exposure to English (scale I)? 
This hypothesis was supported because the correlation was 
statistically significant (r=.39; p<.001). The correlation 
was not very strong because there was less than 20% (r 2 =.15) 
overlapping variance between the two scales. Hence, students 
with positive attitudes toward learning English have high 
overall use and exposure to English. 
6. Students with low interest in foreign languages have high 
English class anxiety; hence, do students with low interest 
in foreign languages (scale B) correlate negatively and 
strongly with high English class anxiety (scale G)? 
This hypothesis was supported because the correlation was 
statistically significant (r= -0.72). In fact, the 
correlation was fairly strong; there was more than 50% 
(r 2 =.52) shared variance between the two variables. 
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Therefore, the pair (scales B & G) have a strong but 
opposite relation (i.e. when interest is high, anxiety is 
low and vice versa) . 
7. Females have more positive attitudes toward learning English 
than males; hence, do females have higher mean scores in 
attitudes toward learning English than males? 
This hypothesis was not supported, though females had higher 
mean scores in attitudes toward learning English than males 
(11.49 versus 11.29 respectively). In fact, the t-test 
indicated that the difference was nonsignificant (t= -0.79). 
Therefore, females do not have more positive attitudes 
toward learning English than males. 
8. Students in first year college in Kuwait have more positive 
attitudes toward learning English than students in Grade 12; 
hence, do students in first year college have higher mean 
scores in attitudes toward learning English than students in 
Grade 12? 
This hypothesis was not supported because it was the 
students in Grade 12 who actually had the higher mean scores 
in attitudes toward learning English. In fact, the t-test 
indicated that it was significantly higher (t=2.76; p<.01). 
Therefore, students in first year college do not have more 
positive attitudes toward learning English than students in 
Grade 12. Keep in mind though, the participants in this 
40 
study do not represent the entire population of Kuwait; 
hence, a replicatng study could prove otherwise. 
9. Students in the Science or Language disciplines have more 
positive attitudes toward learning English than students in 
the literary disciplines (education or law); hence, do the 
former disciplines have higher mean scores in attitudes 
toward learning English than the latter? 
This hypothesis was supported because the mean scores for 
attitudes toward learning English in both, Science and 
Language, disciplines were higher than those in the literary 
disciplines. In fact, the t-test indicated that both of the 
former disciplines were significantly higher (t=9.23 & 
t=7.58 respectively). Therefore, students in the Science or 
language disciplines have more positive attitudes toward 
learning English than students in the literary disciplines 
(education or law) . 
Interpretations. In terms of the nine hypotheses posed, 
only three hypotheses (2, 7, and 8) were not supported . This 
demonstrates that overall the findings were consistent with 
those of other researchers in that there is a correlation 
between affective variables (attitudes & motivation) and 
learning a second language. Hence, students with positive 
attitudes toward English speakers have positive attitudes 
toward learning English (r=.43; p<.001); positive attitudes 
----~-----~~--~ 
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toward learning English are related more strongly to 
integrative orientation (r=.59). In fact, a significantly high 
score on the integrative measure was detected when Hypothesis 2 
about students being more instrumental was not supported; 
hence, the mean score for integrative orientation was 
significantly higher than that for instrumental (t=2.71). 
Table 1 0 _ Results summary (N=300) 
Hypothesis 
1) Students with positive attitudes toward 
English speakers have positive attitudes 
toward learning English. 
2) Students' instrumental orientation will 
be stronger than their integrative. 
3) Positive attitudes toward learning English 
are related more to integrative orientation 
than to instrumental. 
4) Students with negative attitudes toward 
learning English have parents with negative 
attitudes toward learning English. 
5) Students with positive attitudes toward 
learning English have high overall use 
and exposure to English. 
6) Students with low interest in foreign 
languages have high English class anxiety. 
7) Females have more positive attitudes toward 
learning English than males. 
8) Students in first year college in Kuwait 
have more positive attitudes toward learning 
English than students in Grade 12. 
9) Students in the Science (Sci) or Language 
(Lang) disciplines have more positive 
attitudes toward learning English than 
those in the literary disciplines (Lit) . 
Results 
supported. 
r=.43; p<.001 
< 20% shared variance 
not supported. 
integrative > instrumental 
significantly higher 
supported. 
r=.59; p<.001 
1/3 shared variance 
supported. 
r=.21; p<.001 
< 1/5 shared variance 
supported. 
r=.39; p<.001 
< 20% shared variance 
supported. 
r= -0.72; 
> 50% shared variance 
not supported. 
t= -0.79; 
nonsignificant 
not supported. 
G12 > 1st yr. college 
significantly higher 
supported. 
Sci vs. Lit (t=9.23); 
Lang vs. Lit (t=7.58); 
significantly higher (p<.01) 
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As for attitudes toward the learning situation, a strong 
and opposite correlation (r= -.072) was detected between the 
students' interest in foreign languages and English class 
anxiety. Hence, students with low interest in foreign languages 
have high English class anxiety and vice versa (more than 50% 
shared variance between the two variables). Also, students with 
positive attitudes toward learning English have shown to have 
significantly high overall use and exposure to English (r=.39; 
p<.001). Furthermore, students with negative attitudes toward 
learning English were shown to have parents with negative 
attitudes toward learning English (r=.21; p<.001). 
Females showed more positive attitudes toward learning 
English than males; however, this proved to be nonsignificant 
(t= -.078). Meanwhile, the difference between students in 
different disciplines (Science/Languages versus Literary) , 
reflected significantly higher mean scores (11.96/11.52 versus 
9.64 respectively). Hence, students in the Science or Language 
disciplines have more positive attitudes toward learning 
English than students in literary ones (t=9.23 & 7.58; p<.01). 
It was logically assumed that this would be the case since 
instruction in the (surveyed) literary disciplines 
(education/law) is conducted exclusively in Arabic, the 
participants' first language. The other disciplines, however, 
involve a direct use of a second language. Using the same 
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logic, it was hypothesized that students in first year college 
would have more positive attitudes toward learning English than 
those in Grade 12 since college education involves second 
language instruction in other subject areas, such as, science 
and math. Interestingly, this was not supported. In fact, 
students in Grade 12 had significantly higher mean scores 
(t=2.76; p<.01). However, as mentioned earlier, the subjects in 
this study do not represent the entire population; hence, this 
deserves closer examination by researchers. 
In view of the above findings, the next chapter will 
review the potentials this study has for future replication and 
the insights gained in the field of learning a second language 
in the GCC countries, in the Middle East. Pedagogical 
implications that could enhance the learning of second language 
in Kuwait will be set out together with suggestions for future 
research. 
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CHAPTER 6: CONCLUSIONS 
What does all this mean? How does it reflect on the 
research questions? As you recall, the main objective for the 
present study was to examine the attitudes and motivation of 
second language learners in Kuwait. Six of the nine hypotheses 
posed were supported. Considerable correlations were found 
between affective variables (attitudes and motivation) and 
learning a second language. Hence, these findings are 
consistent with those of other researchers. Even though the 
correlations were not very strong, they were statistically 
significant. Obtaining significant correlations between 
variables, however, does not indicate whether one variable 
caused the other. Hence, more research is warranted here. In 
fact, replication studies sustaining consistent findings and 
possibly stronger correlations would strengthen the hypotheses 
made in this study. This study should be considered useful to 
future studies; especially, since the subjects pose a great 
opportunity for researchers to explore. Undoubtedly, the 
findings would impact the second language learner the most, who 
should be the focus of research since this is the one place 
where language and social psychology meet. Since the subjects 
in this study have demonstrated a fairly positive attitude 
toward the target language and its community, one needs to 
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examine other nonlinguistic factors contributing to 
differential success among second language learners. 
Implications. Two aspects need to be addressed here, 
research and pedagogy. Both are interdependent and crucial to 
learning in general and learning a second language in 
particular. Both are subject to the pursuit of "excellence". 
When asked what is excellence, the answer would be to ever 
improve quality: quality of learning and quality of teaching. 
The first thing that comes to mind that has a direct influence 
on the process of learning in general and learning a second 
language in particular is the second language learning 
environment: the teacher and the classroom setting. One cannot 
ignore the close association of the latter with second language 
learning and its impact on the students' achievement, not to 
mention the 60% English class high anxiety level detected in 
this survey. In fact, "studies of foreign language anxiety 
consistently show that such anxiety can impair language 
learning and production" (Macintyre & Gardner, 1991, p. 112). 
The direct pedagogical implications imposed by such aspects 
bring us full circle with the notion raised by Crookes and 
Schmidt (1991): the need to utilize other concepts of 
motivation to the second language field. 
The way L2 teachers have viewed the term motivation has 
been undermined by the primary emphasis placed on attitudes and 
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other social psychological aspects of learning a second 
language. According to Crookes and Schmidt (1991), "their (L2 
teachers') use is more congruent with definitions common to 
(those) outside social psychology, specifically in education" 
(p. 469). They believe that the lack of attention to classroom 
learning and a shortage of long-term studies have been linked 
to relevant limitations to L2 research and theory. In their 
view, second language learning is an extended process, often 
taking place both inside and outside the classroom over a 
number of years. This view is perceived, above all, "as one in 
which the learner takes an active role at many levels of the 
process" (p. 483). 
One is bound to agree with the above, especially, since 
the learner is perceived as an "active" participant in the 
process, without whom no learning could take place. For 
decades, administrators, educators, and parents alike have 
taken on the responsibility of teaching and passing on 
knowledge, thus overlooking the crucial role that should be 
played by the learner. This approach has helped the notion of 
"learned helplessness'' to manifest itself in the learners' 
perception of their role as passive recipients. This "harm," 
though unintentional, has perpetrated the exclusion of the 
learners from the learning process; and therefore, from being 
empowered to learn on their own. Self-reliance and self-
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efficacy are concepts (among many) that need to be introduced 
to learners in general, and to language learners in particular, 
because such concepts empower the learners to explore their own 
potentials, something which might be overlooked by their 
teachers or parents. One cannot imagine, nor would one want to 
believe, that there is a more important concept than to learn 
such a thing early on in life. Unless we the educators help the 
learners take responsibility for their own learning, one cannot 
expect the learners to be "active" participants in the learning 
process. 
Of course, one could elaborate since these concepts are 
the essence of the teaching profession: helping the learners to 
empower themselves. Having taught English as a foreign 
language, in Kuwait, for twelve years, these concepts have made 
all the difference in the lives of the learners in my classes. 
One could see the students shift from consumers to producers, 
problem-solvers to problem posers, uncoverers to discoverers, 
teacher-directed to self-directed. Assessing the students' 
needs first has prioritized such concepts since they will 
impact the way the learners perceive themselves as individuals 
in society, or in a class for that matter. As Crookes and 
Schmidt (1991) point out, "student expectations of self and 
self- evaluations of the likelihood of success appear to have 
important motivational effects" (p. 490). Eventually, students 
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develop the confidence that events are under their control; 
hence, their efforts will lead to academic success. One might 
ask, when does a second language come in? The answer would 
simply be, language is the medium not the target. It is the way 
language should be: to communicate thought, nothing more and 
nothing less. 
The second language teacher, another crucial factor in 
second language learning environment, plays a major role in 
making/breaking the learning process to some extent, of course. 
In fact, teachers' attitudes, like the learners', influence the 
learning process. Whether we like it or not, teachers have 
great influence over the learners, the knowledge they acquire, 
the skills they master, and their attitudes toward self, others 
and learning. Teachers need to strive to influence their 
learners positively, since the learners' attitudes influence 
their self-concept and the learning process. 
A shockingly large number of teachers in Kuwait share a 
common frustration. They tend to conclude that somehow they are 
at fault, that they were not "cut out to be teachers." Many 
leave the profession each year, discouraged, frustrated and 
suffering deep feelings of personal failure. An educational 
philosopher once said that if we are to free the learners in 
the classroom, we must first free the teachers. He obviously 
recognized that teachers are not free. Like the learners, 
-----------------
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teachers are controlled and directed by power and authority; 
their own rights are often not honored. They are not included 
in the decision making process; however, they are expected to 
carry out and implement those decisions. Their administrators 
often do not listen to them with empathy or understanding. 
These teachers constantly work in an atmosphere of evaluation, 
judgment and fear. In other words, teachers are expected to 
meet the needs of the learners even though their own needs are 
not being met. For effective teaching to prevail, 
administrators in Kuwait need to help the teachers empower 
themselves by developing supportive networking among the 
teachers themselves, such as "peer coaching". This would enable 
the new teacher to consult a veteran coworker rather than 
resorting to "sink or swim" decisions. Utilizing staff 
development programs as an ongoing process (rather than a one 
time thing) to promote up-to-date effective techniques and 
problem-solving strategies would empower teachers to act with 
assertive confidence. One needs to acknowledge the fact that 
these forces (teachers and classroom setting) could negatively 
impact the learners' second language learning, or any learning 
for that matter. Having said that, however, a second language 
teacher needs to take on the role of a researcher as well. 
Research and practice go hand in hand for a common goal, 
improving the outcome quality of learning: the linguistic 
(knowledge in L2) and the nonlinguistic (interest in L2) . 
--------~-- --~~~-
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Future research should proceed to examine closely the 
relation between anxiety and L2 learning in Kuwait, the 
relationships among the various types of foreign language 
anxiety (trait, state, situation specific), and the 
relationship of test anxiety to foreign language anxiety. More 
research into reducing the effects of anxiety in second 
language classroom is needed. Insights gained from such studies 
could significantly impact the learners' linguistic and 
nonlinguistic outcomes in learning a second language. 
A comparative study needs to be conducted among the six 
GCC countries: Bahrain, Kuwait, Oman, Qatar, UAE, and Saudi 
Arabia. As you recall, of the six GCC countries, Bahrain was 
the only country that had a total mean score above 500 on the 
TOEFL (Table 1). This fact deserves a closer examination by 
researchers to help understand the nonlinguistic variables that 
might have contributed to such differential success in the 
learning a second language in the GCC countries: What 
distinguishes Bahrain among other GCC countries? Is it the 
educational system? Is it the attitudes and motivation of the 
Bahraini learners? If so, how does Bahrain accomplish this? 
Unlike other Middle Eastern countries, the regional, cultural, 
political, and socio-economic factors shared by the GCC 
countries compel researchers as well as administrators to 
investigate such phenomenon to gain a better understanding of 
the second language learners in the region. 
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APPENDIX A: 
SURVEY INSTRUMENT 
(English version) 
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AlTITUDE/ MOTIVATION TEST BATTERY 
(Adapted from Gardner's by Basma Alshaar) 
Strorllly Stror~~ly 
Aaree AlrH Dilllrft Disqree 
A. Attitudes toward English speakers 
1 English speakers are friendly and sociable. 
2 I would like to know more English speakers. 
3 We learn good things from the English speakers. 
4 We should learn to speak the English language. 
5 When I meet English speakers, I always want to speak their language. 
8 . nterest m f ore1gn anguages 
6 When I visit a foreign country, I would like to be able to speak the language of the people. 
7 It is important for us to learn foreign languages. 
8 I wish I could speak a foreign language fluently. 
9 I want to be able to read books of other countries in their language. 
10 I wish I could read newspapers and magazines in another language. 
C Atft d I U es t d th A owar e mer1can people 
11 The American people are considerate of the feelings of others. 
12 I feel good towards the American people. 
13 The more I learn about the American people, the more I like them. 
14 The American people are trustworthy and dependable. 
15 The American people are respectful of the people of my country. 
16 The American people are needed in my country. 
17 We learn good things from the American people. 
18 I have always admired the American people. 
D A. d . ttJtU dl es towar earning E r h n_g_IJS 
19 Learning English is really great. 
20 English is an important part of the school program. 
21 I plan to Jearn as much English as possible. 
22 Learning English is a waste oftime. 
23 I am not interested in learning English. 
E I t f . n eg_ra 1ve orten tat' ton 
24 Studying English will help me be more comfortable with English speakers. 
25 Studying English will help me talk to more English speaking people. 
26 Studying English will help me have more friends. 
27 Studying English will enable me to participate in activities of other cultures. 
28 Studying English will help me understand & appreciate art & literature in English speaking cultures. 
F Instrumental orientation 
29 Studying English is important because I need it for my future career. 
30 Studying English is important because it will help me learn more new things. 
31 Studying English is important because it will help get me a good job. 
32 Studying English is important because it will help me study in an English speaking country. 
1 33 Studying English is important because people will respect me more if I know a foreign language. 
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stronsly Sti'Dnlf~ I 
i\llft i\llft DiiO(Ift DisO!flft ' 
G. English class anxiety 
34 I do not like to answer questions in my English class. 
35 I do not feel comfortable speaking English in the class. 
36 I always feel that the other students speak English better than I do. 
37 I get nervous and confused when I am speaking English in class. 
38 I am afraid the other students will laugh at me when I speak English. 
H p . aren tal tft d a I U es dl t owar earnmg E r h ng11s 
39 My parents know how to speak English. 
40 My parents feel that I should learn English. 
41 My parents feel that I should study English all through school. 
42 My parents think I should go to college in an English-speaking country. 
43 My parents sometimes like to speak to me in English. 
. 0 vera II use an d exposure t E r h 0 nQIIS 
44 I sometimes like to speak English with my friends. 
45 I sometimes like to speak English with my parents. 
46 I enjoy listening to English songs. 
47 I enjoy reading English stories. 
48 I prefer watching English programs on 1V. 
49 I have no trouble understanding spoken English on 1V. 
50 I plan to go to college in an English-speaking country. 
51 I use English to communicate with our housekeeper/cook/driver. 
J A . d ttltU d NNS E r h t es towar nglls eac h ers 
52 My NNS English teacher is an excellent English teacher. 
53 My NNS English teacher knows how to speak English fluently. 
54 My NNS English teacher helps me learn how to speak good English. 
55 My NNS English teacher is my favorite among all teachers. 
56 My NNS English teacher is better than any NS English teacher. 
57 My NNS English teacher understands my culture. 
58 I look forward to my English class because of my NNS English teacher. 
59 I prefer public schools because they have Arabic speaking English teachers. 
K. Demographics 
Please circle one in each of the following: 
Male Female 
2 Nationality: Citizen Resident 
3 Schoollevel: Grade 12 First year college 
Thanks for your cooperation. 
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AITITUDE /MOTIVATION TEST BAITERY 
(Adapted from Gardner's by Basma Alshaar) 
Sb'CJnSiy sr......,ly 
Alree Ail'ft Disasl'ft Disasl'ft 
1 English speakers are friendly and sociable. 
2 I would like to know more English speakers. 
3 We learn good things from the English speakers. 
4 We should learn to speak the English language. 
5 When I meet English speakers, I always want to speak their language. 
6 When I visit a foreign country, I would like to be able to speak the language of the people. 
7 It is important for us to learn foreign languages. 
8 I wish I could speak a foreign language fluently. 
9 I want to be able to read books of other countries in their language. 
10 I wish I could read newspapers and magazines in another language. 
11 The American people are considerate of the feelings of others. 
12 I feel good towards the American people. 
13 The more I learn about the American people, the more I like them. 
14 The American people are trustworthy and dependable. 
15 The American people are respectful of the people of my country. 
16 The American people are needed in my country. 
17 We learn good things from the American people. 
18 I have always admired the American people. 
19 Learning English is really great. 
20 English is an important part of the school program. 
21 I plan to learn as much English as possible. 
22 Learning English is a waste of time. 
23 I am not interested in learning English. 
24 Studying English will help me be more comfortable with English speakers. 
25 Studying English will help me talk to more English speaking people. 
26 Studying English will help me have more friends. 
27 Studying English will enable me to participate in activities of other cultures. 
28 Studying English will help me understand & appreciate art & literature in English speaking cultures. 
29 Studying English is important because I need it for my future career. 
30 Studying English is important because it will help me learn more new things. 
31 Studying English is important because it will help get me a good job. 
32 Studying English is important because it will help me study in an English speaking country. 
33 Studying English is important because people will respect me more if I know a foreign language. 
----------- -~-------
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34 I do not like to answer questions in my English class. 
35 I do not feel comfortable speaking English in the class. 
36 I always feel that the other students speak English better than I do. 
37 I get nervous and confused when I am speaking English in class. 
38 I am afraid the other students will laugh at me when I speak English. 
39 My parents know how to speak English. 
40 My parents feel that I should Jearn English. 
41 My parents feel that I should study English all through school. 
42 My parents think I should go to college in an English-speaking country. 
43 My parents sometimes like to speak to me in English. 
44 I sometimes like to speak English with my friends. 
45 I sometimes like to speak English with my parents. 
46 I enjoy listening to English songs. 
47 I enjoy reading English stories. 
48 I prefer watching English programs on lV. 
49 I have no trouble understanding spoken English on lV. 
so I plan to go to college in an English-speaking count!}'. 
51 I use English to communicate with our housekeeper/cook/driver. 
52 My NNS English teacher is an excellent English teacher. 
53 My NNS English teacher knows how to speak English fluently. 
S4 My NNS English teacher helps me learn how to speak good English. 
55 My NNS English teacher is my favorite among all teachers. 
S6 My NNS English teacher is better than any NS English teacher. 
57 My NNS English teacher understands my culture. 
58 I look forward to my English class because of my NNS English teacher. 
59 I prefer public schools because they have Arabic speaking English teachers. 
Please circle one answer for each of the following: 
Gender: Male 
2 Nationality: 
3 School level: 
Citizen 
Grade 12 
Female 
Resident 
First year college 
Thanks for your cooperation. 
Sti"'OIIIY Sti"'OIIIY 
AlrH Disql'ft 
AlrH OiSOJI'ft 
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